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ABSTRACT
Wickman, Van R . , M.A., 1980 Interpersonal Communication
Communication in the Classroom: A b i l i t y  to Recall Course
Objectives in Classes Liked and Dis l iked
Directo r :  Dr. James H. Polsin
The study asked whether or not behavioral object ives are a useful 
tool in the classroom. A review o f  the l i t e r a t u r e  indicated tha t  
students preferred to know what was expected o f  them in the c lass­
room. The sources maintained tha t  student fee l ings of  secur i ty  were 
desirable i f  pupi ls  were going to make the conjunction between c lass­
room learning experiences and fee l ings o f  personal meaning. This 
conjunction was measured by surveying student a b i l i t y  to remember 
teacher goals in l iked  and d is l i ked  classes.
The study had three cha rac te r is t ics  which indicated tha t  the 
content analysis methodology was appropr ia te. F i r s t ,  there was a 
large amount o f  data. Second, the study used categories derived 
from K ib le r 's  model. Th ird, the study required a f l e x ib le  metho­
dologica l instrument. Content analysis corresponded to a l l  three 
condi t ions. The data was then acted upon by an analysis o f  
variance.
Sixty  volunteers were used in the study. There were 15 Freshmen,
15 Sophomores, 15 Juniors , and 15 Seniors. They were s o l i c i te d  
from classes in the Interpersonal Communication department at the 
Univers i ty  o f  Montana during the 1978-1979 academic year. The 
volunteers each f i l l e d  out a questionnaire designed to e l i c i t  
responses re la ted to the fo l lowing hypotheses.
H-j: A student w i l l  be able to remember more of  a
teacher's goals i f  the student prefers the
class ra ther than i f  the student does not.
This hypothesis was supported.
H^: A student w i l l  be able to state a course goal
more completely as the student advances 
academical ly. This hypothesis was not supported.
H^: A student w i l l  be able to reca l l  a greater number
of behavioral object ives s im i la r  to K ib le r 's  
behavioral ob ject ive model in classes they l i k e .
This hypothesis was supported.
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CHAPTER I 
INTRODUCTION TO THE STUDY
Introduct ion
Behavioral ob ject ives continue to be an area o f  concern as to 
whether or not they are useful too ls in the classroom. The behavioral 
ob jec t ive controversy began in the ear ly  t h i r t i e s .  While a spec i f ic  
controversy over whether behavioral ob ject ives were useful in c u r r i ­
culum design gained impetus in the ear ly  s i x t i e s ,  i t  i n te n s i f ie d  during 
the la te r  s i x t ie s  and early seventies (McKeen, 1977, p. 139). Various 
studies supported the usefulness o f  behavioral ob ject ives while others 
maintained the opposite.
The studies f a i l i n g  to support the usefulness of  behavioral ob­
jec t ive s  are suggested as having three main methodological weaknesses 
(K ib le r ,  1974, pp. 5-8).  F i r s t ,  a s ig n i f i c a n t  number o f  Ss/who took 
part  in the studies were not competent to use behavioral ob ject ives.  
Problems in these studies could be remedied by u t i l i z a t i o n  of the 
fo l low ing provis ions. Sŝ  should use behavioral object ives only when:
1 ) they are to ld  they w i l l  be tested on behavioral ob ject ive subject 
matter, 2)  they are motivated to pay a t ten t ion  to them, and 3) 
they are competent to use object ives (Bassett,  1976, pp. 75-77). K ib ler  
states tha t  these three condit ions are not in evidence in the m a jo r i ty  
o f  the studies attacking the value o f  behavioral object ives. Second,
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in a s ig n i f i c a n t  number o f  studies conducted to ascerta in the value of 
behavioral ob jec t ives ,  teachers' competence in using behavioral ob­
jec t ive s  was ignored (K ib le r ,  1977, p. 281). Third,  an inherent weakness 
throughout ava i lab le  research is tha t  the types o f  behavioral object ives 
employed are not opera t iona l ly  defined. E f fo r ts  to provide standardized 
operational d e f in i t io n s  o f  the various types o f  object ives would be 
inva luable (K ib le r ,  1977, p. 281).
This b r ie f  discussion is meant to h ig h l ig h t  cer ta in  weaknesses in 
previous behavioral ob ject ive research. What fo l lows is  an overview of a 
formal model of a behavioral ob ject ive. The behavioral ob ject ive model 
is presented as a concise way of  communicating a teacher's expectations.
A behavioral ob ject ive is  a series o f  " . . .  statements tha t  describe what 
students w i l l  be able to do a f te r  completing a prescribed u n i t  o f  i n ­
s t ru c t ion  (K ib le r ,  1974, p. 2).
As such a behavioral ob ject ive consists o f  f i v e  elements:
1. A behavioral ob jec t ive specif ies who is  to perform the desired 
behavior. For example, "Without using notes, or tex ts ,  the twe l f th  
grade physics student w i l l  be able to reca l l  the three laws o f  thermo­
dynamics exactly as stated" (Kryspin and Feldhusen, 1974, p. 59).
In th is  example, " . . . t h e  tw e l f th  grade physics s tu d e n t . . . . "  speci f ies 
who is  to perform the behavior.
2. A behavioral ob jec t ive must l i s t  the behavior tha t  s ig n i f ie s  
mastery o f  the ob jec t ive .  In the abo.ve behavioral ob jec t ive sentence, 
" . . .  r e c a l l . . . . "  would s ig n i f y  the behavior.
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3. A behavioral ob jec t ive must speci fy the product or performance 
to be examined to s ig n i f y  mastery o f  the ob jec t ive 's  c r i t e r i a .  In the 
behavioral ob ject ive statement in part 1 the product i s ,  " . . .  the three 
laws of  thermodynamics... ." .
4. A behavioral ob ject ive must contain the condit ions under which 
the behavior is to be performed. In the behavioral ob jec t ive ,  "Without 
using notes or tex ts ,  the tw e l f th  grade physics student w i l l  be able to 
reca l l  the three laws o f  thermodynamics exactly as s ta ted ."  The con­
d i t io ns  under which the behavior is to be performed i s ,  "Without using 
notes or t e x t s  ".
5. A behavioral ob jec t ive must speci fy  the standard used to judge 
the product or performance (K ib le r ,  1974, p. 35). An example o f  a standard 
used to judge a product or performance in the behavioral ob ject ive
sample used above is  tha t  the students w i l l  have to reca l l  three laws,
" . . .  exact ly  as s ta ted."
While behavioral ob ject ive content has been succ inc t ly  defined by 
K ib ler  and others there is  a controversy over the fundamental value of 
behavioral ob ject ive use. This controversy leads to an ambiguity. The 
ambiguity tha t  surrounds the reported resu l ts  o f  research in the area is 
an ambiguity of methodology and d e f in i t i o n .  This study looks at some 
of  these problems in hope of  providing some ins igh t  in to  possible 
s o lu t io n s .
Previous research about the value of behavioral ob ject ives is i n ­
conclusive. K ib ler  found tha t  of 71 studies examined in  which the
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experimental designs included a comparison of  students'  learn ing with 
and wi thout ob jec t ives,  30 reported tha t  ob ject ives improved learning 
s ig n i f i c a n t l y  and 41 found no e f fec ts  on learning a t t r ib u ta b le  to be­
havioral ob ject ives (K ib le r ,  1977, p. 279).
Even in the face o f  contrad ic tory  research nine reasons to use 
behavioral object ives are proposed as va l id  support f o r  the use of 
behavioral ob ject ives.  The fo l low ing advantages are postulated:
1. Behavioral object ives fos te r  accoun tab i l i ty .
2. Students are spared f r u s t ra t io n .
3. Curriculum planners can avoid course overlap and 
can f i l l  in information gaps between course 
o f f e r in g s .
4. Students and advisors can be t ter  plan a course 
of study.
5. Teachers can determine what level students w i l l  be 
able to achieve in three domains: cogn i t ive ,  
a f fe c t i v e ,  and psychomotor.
6 . Ins t ruc to rs  can design a c t i v i t i e s  with more 
s p e c i f i c i t y  and can evaluate, e f f o r t s  by student 
performers.
7. Educators can help f ind  students who have progressed 
beyond the course or who have not met the course 
requi rements.
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8 . As behavioral ob ject ives can, i f  the teacher wishes,
include a minimum level of performance most students can succeed.
9. Performance standards can help a teacher se lect goals. For 
example, i f  many students are not meeting minimum 
performance standards the teacher can a l t e r  his goals or 
teaching s ty le  (K ib le r ,  1974, pp. 3-5).
McKeen (1977, p. 140) found tha t  the opponents o f  behavioral ob­
jec t ives  employ a "two defect argument" against the use of  behavioral 
ob ject ives: ( 1 ) vague non-behavioral ob ject ives cause semantic d i f f i c u l t y
and pose a lack o f  a b i l i t y  to v e r i f y  attainment of goals, and ( 2 ) non- 
behavioral ob ject ives are often u n re a l is t ic  and grandiose.
A case can be made fo r  the use of  behavioral ob ject ives in the c lass­
room. The value o f  behavioral object ives is  indicated by actual c lass­
room use regardless o f  t h e i r  defects e i th e r  in actual use or the lack of 
research to support them. This study concerns i t s e l f  w i th  behavioral 
object ives and how Sŝ  re la te  to them by asking three questions. F i r s t ,  
do Sŝ  remember behavioral object ives more completely in a class they l ike? 
Second, are S ta b le  to w r i te  behavioral object ives more completely as 
they progress in- school? Third , when Sŝ  define what they think a be­
havioral ob jec t ive  is ,  does th is  d e f in i t i o n  compare wi th  K ib le r 's  model 
s ta t ing  what a behavioral ob ject ive should be?
The behavioral ob jec t ive concept is bas ica l ly  a communication event. 
The teacher is t ry ing  to impart his or her expectations to Sŝ . At the 
same time the teacher's behavioral ob ject ive speci f ies what feedback the
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i n s t ru c to r  w i l l  consider as proof tha t  the has f u l f i l l e d  the re ­
quirements o f  the course or received the message. The behavioral 
ob ject ive concept is an attempt to decrease entropy or randomness 
associated wi th not knowing what is  expected in the classroom.
Review of  L i te ra tu re
That Sŝ  l i k e  to know what is expected o f  them in a learning 
s i tu a t io n  is  an assumption underlying behavioral ob jec t ive  research. 
Research tends to support t h i s .  When Sŝ  do not know what is  required 
o f  them in a course they become f rus t ra ted  and feel threatened. Combs 
(1974, p. 37) fu r the r  states tha t  when people feel threatened two 
things happen to th e i r  a b i l i t y  to perceive. F i r s t ,  t h e i r  f i e l d  o f  per­
ception narrows so tha t  they notice only the threatening st imulus.
This he c a l l s  "tunnel v is io n " .  Second, the threatened ind iv idua l  
defends his ex is t ing  pos i t ion .  I f  the is busy sandbagging a- viewpoint 
tha t  learns nothing (Combs, 1974, p. 38). K ib ler  (1974, p. 147) 
added support in maintaining tha t  i t  was important to give behavioral 
object ives to Sŝ  because i t  gave them a sense o f  secur i ty  when they knew 
what was expected of them and the condit ions under which they were expected 
to e x h ib i t  competencies. Further, K ib ler  suggested tha t  general ized 
fears caused greater emotional anxiety than s p e c i f ic ,  we l l -def ined fears. 
He concluded that.behaviora l ob ject ives can help Sŝ  understand spec i f ic  
course requirements and in doing so can reduce the amount o f  general ized 
anxiety about course expectations (K ib le r ,  1974, p. 147). I t  would 
seem that  learn more i f  they know what is  expected o f  them in class
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because the expectation becomes a pos i t ive  learning re in fo rce r .  The 
development of  an atmosphere tha t  makes the explora t ion o f  personal 
meaning possible is important (Combs, 1974, p. 33).
To put i t  simply, uncerta inty  causes f r u s t ra t io n  which is  a con­
d i t i o n  tha t  causes the to waste time. Combs (1974, p. 38) states tha t  
in order to help a person discover personal meaning the teacher must 
create an atmosphere free o f  th reat  so tha t  re la t ionsh ips  to the s e l f  
can be explored. He goes on to say tha t  i f  an cannot deal with the 
s i tu a t io n  before him he feels  threatened ra ther than challenged (Combs, 
1974, p. 38).
E l l i s  (1972, p. 75) maintains that when a task is  too complex such 
as when an does not know what is  expected, th is  complexity causes 
anxiety.  He continues tha t  a h igh ly  anxious :S thinks more about 
i r re le v a n t  de ta i ls  o f  the class. High anxiety produces a general 
energizing e f fe c t  so tha t  a larger number o f  i r re le v a n t  environmental 
s t im u l i  gain the S's a t ten t ion .  Garner (1962, p. 177) concludes that  
d iscr im inat ion  measured by accuracy, fo r  example, becomes poorer as the 
number o f  s t imu l i  increases.
K ib ler  concluded tha t  when Ss were given behavioral object ives they 
no longer had to guess what was expected o f  them in class. They could 
spend more time acquir ing behaviors speci f ied by the teacher ra ther than 
second guessing the in s t ru c to r .  He stated tha t  Ss_ would expend less 
random energy studying unimportant material and would concentrate on 
important learning s k i l l s  (1974, p. 147).
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In summary, the l i t e r a t u r e  maintains tha t  Sŝ  l i k e  to know what is  
expected o f  them in class. When Sŝ  are given behavioral ob ject ives 
th e i r  performance is more in l i n e  with teacher expectat ions. I n v e s t i ­
gation has also shown tha t  the fears caused by uncerta inty  engender an 
energizing a f fe c t .  This general ized anxiety causes the S_ to pay more 
a t ten t io n  to i r re le v a n t  d e ta i l s .  When Ss^do not know what is expected 
of them they waste time responding to unproductive cues. For a course 
to have the potent ia l  Of personal meaning fo r  an i t  must be free o f  
th rea t .  This th reat  consists o f  unnecessary anxiety . A lack o f  c lear 
behavioral ob ject ives can generate uncerta inty . Therefore, a co r rec t ly  
constructed behavioral ob jec t ive can make the .S more product!*ve in the 
realm of  generating personal s ign i f icance .
Dalis (1970, p. 22) completed a study tha t  ind icated tha t  a group 
presented wi th  precise behavioral object ives p r io r  to in s t ru c t io n  
demonstrated greater achievement than a group presented wi th  vague ob­
je c t iv e s .  He found tha t  preciseness was c ru c ia l .
Bassett and Kib ler (1975, p. 16) conducted a study f ind ing  tha t  S_s 
who are tra ined in the use of  behavioral ob ject ives score a higher 
number o f  correct  tes t  items on an exam when tes t  items are matched to 
the behavioral ob ject ives.
Duchastel and M e r r i l l  (1973, p. 63) stated tha t  in studies which 
inves t iga te  the in te rac t ion  between behavioral object ives and achievement, 
those studies which f ind  a s ig n i f i c a n t  d i f ference are in favor of 
behavioral object ives.
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Behavioral ob ject ives also serve a management function by enabl ing
the S_ to be t te r  organize time and learning experiences wi th  the course
goals (Duchastel and M e r r i l l ,  1973, p. 63).
In conclusion, Rothkopf wrote to Dachastel and M e r r i l l  on September 15, 
1972 and stated tha t  behavioral object ives sometimes help and are never 
harmful so they should be provided to Sŝ  (1973, p. 63).
In summary, there is  evidence tha t  Sŝ  who are tra ined in the use
of  behavioral ob ject ives score a higher number o f  tes t  items on exams 
where te s t  items are matched to the behavioral ob jec t ives.  Studies 
which have investigated the re la t ionsh ip  between behavioral ob ject ives 
and achievement f i n d  a s ig n i f i c a n t  d i f fe rence in favor o f  behavioral 
ob ject ives. Other research shows tha t  behavioral ob ject ives help Sŝ  
manage th e i r  time more e f f i c i e n t l y .
Research Question and Hypothesis
Proposing behavioral ob ject ives fo r  use in the clasroom presents 
cer ta in  d i f f i c u l t i e s .  In addi t ion to the research controversy mentioned 
prev ious ly , K ib ler  (1977, p. 283) extended the controversy by maintaining 
tha t  behavioral ob ject ives cannot be evaluated so le ly  on empir ical 
grounds. He f e l t  tha t  ra t iona l  arguments based on log ic  continued to 
weigh in favor o f  behavioral ob ject ives. He stated tha t  more s c ie n t i ­
f i c a l l y  va l id  studies w i l l  v ind icate  the use of  behavioral ob jec t ives.
This study is a fu r th e r  attempt to. do what K ib le r  proposed.
Some research surveyed S!s_ a t t i tudes  toward behavioral ob jec t ives.
Some o f  the re levant  f ind ings were: ninety percent o f  the Ss_ involved
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in one study thought tha t  behavioral ob ject ives provided an immediate 
overview o f  course content; a l l  Sŝ  thought the behavioral object ives 
were an e f fe c t ive  study guide; e ighty percent o f  the study par t ic ipan ts  
thought behavioral ob ject ives were benef ic ia l  (Chiang, 1976, pp. 179- 
182). Behavioral object ives seem at least  to be acceptable to Sŝ .
This study attempts to minimize the problems previously l i s t e d  by 
concentrat ing on the S1s re la t io n  to behavioral ob ject ives ra ther than on 
the e m p i r i c a lq u a n t i f i c a t io n  o f  t h e i r  e f f o r t s .
In many previous studies ^  and teachers were judged not competent 
to use behavioral ob ject ives adequately. This study does not require 
previous exposure to behavioral ob ject ives. The instrument used to 
gather data in th is  study provides fo r  two condi t ions.  The e l i c i t a t i o n  
o f  behavioral ob ject ives without  coaching and the e l i c i t a t i o n  of be­
havioral object ives wi th appropriate coaching. The d i f fe rences are 
compared, but the resu l ts  are not interdependent based on knowledge of 
behavioral ob ject ives.
To overcome some o f  the methodological d i f f i c u l t i e s  mentioned 
previously th is  study defines a behavioral ob jec t ive  as an ins t ruc t iona l  
goal communicated by the teacher o f  which the student is  aware. For 
example, The Sŝ  who completed the instrument used in the study were 
asked in one port ion to l i s t  what behavior they were expected to perform 
to show tha t  they had completed the d ic ta tes o f  the behavioral ob ject ive.  
The questionnaire described th is  informational request wi th  the fo l lowing 
statement: "What behavior were you expected to perform to  demonstrate
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completion o f  the object ive? For example: were you required to w r i te  
a te s t ,  to speak in f ro n t  o f  a class?" The questionnaire can be found 
in e n t i re ty  in Appendix F, Questionnaire.
The S's re la t ionsh ip  to behavioral ob ject ives is  considered from 
three points o f  view. F i r s t ,  do S_s remember behavioral ob ject ives more 
completely in a class they l i k e  ra ther than in a class they do not?
This statement assumes tha t  Sŝ  are able to  discern what a teacher expects 
o f  them in  a c lass. I t  is  not necessary tha t  Sŝ  or teachers be aware of  
formal behavioral ob ject ives fo r  the purposes of. th i s  part  of the study. 
Data were derived from statements made by Sŝ  on a questionnaire and by 
categoriz ing these statements in to  K ib le r 's  f i v e  behavioral ob ject ive 
categories.
A second goal o f  the study was to f ind  out i f  Sŝ  w r i te  behavioral 
ob ject ives more completely as they progress through school. The attempt 
here was to inves t iga te  whether or not Sŝ  learned how to  decipher what 
a teacher's goals were more completely as they progressed year by year 
through school. I t  was not necessary tha t  subjects or teachers be aware 
of behavioral ob ject ives.  I t  was necessary only tha t  subjects were aware 
of teacher-created goals. These goals were compared wi th  formal be­
havioral ob jec t ives.
Even i f  Sŝ  are not aware of  behavioral object ives i n t r i n s i c a l l y ,  
they may s t i l l  use a s im i la r  self-developed concept comparable to 
K ib le r 's  behavioral ob ject ive model. A th i r d  d i rec t ion  o f  t h i s  study 
had Sŝ  define what they thought an ideal behavioral ob ject ive was. These
12
conceptual izat ions were then compared with K ib le r 's  formal model in 
r e la t io n  to l iked  and d is l ike d  classes. This information was used to 
assess the s t ruc ture  of  formal behavioral object ives as i t  re la ted to 
_S wants.
In summary, proposing behavioral ob ject ives fo r  use in the classroom 
presents two d i f f i c u l t i e s :
1. There is  the research controversy mentioned previously over the 
value of  behavioral ob ject ives as a classroom too l .  While many educators 
do not support the use of  th is  tool others do.
2. K ib ler  extended the controversy by maintaining that behavioral 
ob ject ives cannot be evaluated so le ly  on empirical grounds. He stated 
that  ra t iona l  arguments based on log ic  continue to weigh in favor o f  
behavioral ob ject ives.
This study minimized these problems by concentrating on the S's 
reca l l  o f  behavioral ob ject ives ra ther than on the empir ical q u a n t i f i ­
cat ion o f  t h e i r  classroom assignments. S p e c i f i c a l ly ,  can the Student 
resta te what he perceives the teacher's goal to be? This technique 
avoids inves t iga t ing  the value o f  behavioral ob ject ives. I t  concentrated 
only on subject awareness and re tent ion of behavioral object ives in 
re la t ion  to l i k e  or d is l i k e  of a course.
Hypotheses
The ava i lab le  data about behavioral object ives suggest any number 
of hypothesis. Three have been formulated and are put f o r th  in th is  
study to see i f  co l lected data could uphold these hypotheses. Were
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subjects more able to w r i te  down a teacher's goals in a class they l iked  
ra ther than in  one they did not? I t  was not necessary f o r  subjects to 
be fa m i l ia r  wi th  behavioral ob ject ives.
This research question led to proposing the fo l lowing hypotheses.
H-j Ss_ w i l l  be able to s ta te a course goal more 
completely a f t e r  completing a course l iked  than 
a course d is l iked .
*■*2 Ss_ wi 11 be able to s ta te a course goal more completely 
as the Ss advance academical ly.
Using standard behavioral ob jec t ive categories as a 
guide an S_ wi 11 be able to provide more statements 
re la ted to a course l iked than a course d i s i i k e d .
CHAPTER I I  
METHODOLOGY
In troduct i  on
Research shows tha t  Sŝ  feel more secure when they know what is 
expected o f  them. In the classroom s i tua t ion  behavioral object ives 
spel l  out what a teacher expects o f  the Ss  ̂ Behavioral ob ject ives
i
reduce uncerta in ty  making the _S more at  ease and thus more l i k e l y  to 
become involved in a meaningful way in classroom a c t i v i t i e s .  In th is  
study i t  is hypothesized tha t  when an _S becomes involved in the c lass­
room the remembers classroom a c t i v i t e s  more completely in a class 
l iked .  Assuming that  a c t i v i t y  tends to be s e l f - r e in fo r c in g ,  th is  
study asks i f  l i k i n g  a class corre lates with remembering behavioral 
ob jec t ives.  To support the inves t iga t ion  of  th is  three hypotheses 
are proposed.
H-j An _S w i l l  be able to s ta te a course goal more completely
a f te r  completing a course l iked  than a course d is l i k e d .
H2 An w i l l  be able to state a course goal more
completely as the S advances academical ly.
H3  Using standard behavioral ob ject ive categories as a 
guide an S w i l l  be able to provide more statements 
re lated to a course l iked than a course d is l i k e d .
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Instrument Construct ion
Data were generated fo r  th is  study through the use of a questionnaire 
(Appendix F Questionnaire). The questionnaire generates two types o f  
information: one type concerns a t t i t u d e  toward the course; a second
type concerns course content. The f i r s t  part o f  the questionnaire asked 
Ss to divulge th e i r  a t t i tudes  towards courses using the Faces Scale as 
an index o f  a t t i t u d e .  Each g r a t e d  three classes l iked and three classes 
not l iked and assigned each a value on the Faces Scale. A f te r  ra t ing  
the s ix  classes the Sŝ  were asked to complete in w r i t ing  behavioral 
ob ject ives fo r  each course. This process formed the f i r s t  h a l f  o f  the 
questionnaire which is considered to be non-d i rec t ive .  In th is  and other 
port ions of  the questionnaire "completeness" mentioned in the hypothesis 
was operational ized in terms of the number of  statement segments 
categor izable as behavioral ob ject ive components. I t  was not necessary 
tha t  classroom ins t ruc to rs  used formal behavioral ob ject ives. I t  was 
only necessary tha t  Ss_ were able to perceive that  the teachers had some 
sor t  of rememberable goals. Whether or not the teachers use formal be­
havioral object ives may have been useful but i t  was not a necessary con­
d i t i o n  in th is  study.
The second port ion of  the questionnaire attempted to be more ob ject ive 
in tha t  i t  provided a framework based on suggested approaches fo r  w r i t in g  
behavioral ob ject ives.
The d i re c t iv e  port ion of the questionnaire,  the second h a l f ,  re ­
quired Sŝ  to se lect  one course l iked from the three courses l i s te d
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previously . When th is  was done the S_ was questioned s p e c i f i c a l l y  about 
the components o f  a behavioral ob ject ive fo r  the class preferred. The 
questions were formulated from K ib le r 's  f i v e  part  behavioral ob ject ive 
model. This process was repeated fo r  one class d is l i k e d .
Recall could then be contrasted. Does an tend to reca l l  a class 
l iked  be t te r  than a class d is l iked? Does the reca l l  match the structure 
o f  an approach to providing d i rec t ions  suggested by behavioral ob ject ive 
wri t e r s .
The Faces Scale (p. 17) was used as an index of a t t i t u d e  in the 
study. The Faces Scale is an instrument devised and val idated fo r  the 
purpose of  measuring the in te n s i ty  o f  an S1s a t t i t u d e .  This is  done by 
assigning a numerical value to p ic tu re  cartoons each depict ing a d i f f e re n t  
mood on a continuum. The S has only to select the appropriate cartoon 
face tha t  expresses an a t t i t u d e  and to w r i te  down the appropriate number 
l i s te d  under the p ic tu re .  The Faces Scale was developed from a series 
o f  fa c ia l  cartoons tha t  Sŝ  in a study rated according to the mood they 
thought each face depicted. A f te r  va l ida t ion  by the,study the pictures 
were condensed in to  a scale of  seven faces each assigned a numerical 
value. The faces range from number one to number seven, from extreme 
d i s l i k e  to extreme l i k e  with number four face as neutra l .  Kunin (1955, 
p. 6 6 ) postulated that the nonverbal nature of the Faces Scale el iminated 
the semantic d i s to r t io n  of most verbal descript ions of moods. He went 
on to state tha t  the scale is  also more accurate when deal ing wi th  S_s 
who are nonverbal. Dunham (1975, p. 629) conducted a study tha t  found 
tha t  male or female versions of the Faces Scale can be used wi th  male
17
FACES SCALE 
USEE IN STUDY
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or female Ss^without biasing the data. For purposes o f  th is  study 
both scales were provided.
P i lo t  Study
A p i l o t  study was conducted to ascerta in whether the questionnaire 
would generate appropriate data and whether the questionnaire was in 
i t s  most e f f i c i e n t  physical form. The p i l o t  study was undertaken in 
ear ly  November of 1977. Four Un ivers i ty  o f  Montana students who were v o l ­
unteers were asked to complete a sample quest ionnaire.  The resu l tan t  
data generated were tabulated to see i f  the information was usable 
and to see i f  the informat ion was categor izable.  While the o r ig ina l  
questionnaire generated appropriate data i t  was judged to be i n e f f i c i e n t  
and was modified in form. The p i l o t  study data are reported in numerical 
sums fo r  each of two sample questionnaires and can be found in the 
appendices. P i lo t  study data are not included in the present study 
chapter but can be found in Appendix D: P i lo t  Study Raw Data.
Content Analys is
The content analysis research technique was selected fo r  use fo r  
both the p i l o t  study and the main study. K ib le r 's  categories in describing 
a behavioral ob ject ive were chosen a pr i o r i  as categories fo r  analysis.  
Content analysis is  a " . . .  research technique fo r  the ob jec t ive ,  syste­
matic and quan t i ta t ive  descr ip t ion  of the manifest content of communi­
cation (Budd, 1963, p. 1). The content analysis technique was selected 
fo r  th is  study because i t  was useful in iso la t in g  trends present in large
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amounts o f  tex tura l  material such as was present in the 60 quest ionnaires. 
Content analysis re lys on the use o f  categories which are also cruc ia l  
to th is  p ro jec t .  The f l e x i b i l i t y  o f  the content analysis technique in 
tabu la t ing  statement segments makes th is  technique well suited to the 
task (Stone, 1966, passim) .
The process of  content analysis is divided in to  the nine steps 
suggested by Bowers:
1. Formulating general hypothesis.
2. Select ing the message samples to be analyzed.
3. Select ing categories and un i ts .
4. I f  necessary, formulat ing judgmental procedures.
5. I f  necessary, select ing a contro l or normative
sample o f  messages to be analyzed.
6 . Reformulating general hypothesis in terms of 
categories and un i ts .
7. Select ing the c r i t e r i o n  fo r  accepting or re jec t ing  
hypotheses.
8 . Tabula t ing.
9. Applying the c r i t e r i o n .
These steps do not have to occur in th is  order according to
Bowers (1954, p. 293). Statements Which were transformed in to  recording
units can consist of:
1 . A s ing le word.
2. A theme which may consist o f  a subject and verb or a 
u n i t  which may be condensed in to  a s ingle assert ion.
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3. The smallest segment o f  content y ie ld in g  a s ingle charac te r i ­
zation such as a value judgment or ad jec t iva l  phrase.
4. A person, group, or i n s t i t u t i o n  mentioned in the s c r ip t .
5. A paragraph or other meaning u n i t .
6 . An item such as an a r t i c l e ,  radio program or speech.
This matches Cartwr ight 's  suggestion fo r  coding (Cartwright,  1953, 
p. 23). The most used un i t  was number 2: a theme which may consist o f
a subject or verb or a un i t  which may be condensed in to  a single 
asse r t ion .
The data in the questionnaires were divided in to  statement segments. 
The categorizer matched each statement segment to i t s  re levant category. 
There were f i v e  categories corresponding to K ib le r 's  prev iously mentioned 
f i v e  part model wi th a s ix th  miscellaneous category added.
There were two groups of  courses surveyed in th is  study. F i r s t ,  
there were courses l iked and second, there were courses Ss_ d is l i k e d .  For 
each of  these c la s s i f i c a t io n s  Sŝ  were surveyed as to t h e i r  awareness and 
non-awareness of  behavioral ob ject ives.
I t  was hypothesized tha t  Ss^would remember behavioral object ives more 
completely in a class they l i k e .  Another theory stated tha t  as an 
progresses through school tha t  becomes more able to w r i te  complete 
behavioral ob ject ives s im i la r  to K ib le r 's  model. Las t ly ,  th is  pro ject  
investigated whether S- created behavioral ob ject ives corresponded 
with K ib le r 's  behavioral ob ject ive model as regards l i k e  or d i s l i k e  of 
a course.
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Category development. K ib ler  created a behavioral ob ject ive model 
tha t  contained f i v e  elements. These elements when combined together 
were designed to reduce teacher uncerta inty  as to what was expected of
the JS and uncerta inty  as to what is  expected o f  the S_.
The fo l lowing study categories were derived from K ib le r 's  f i v e  
part model. A s ix th  category was created to absorb miscellaneous data 
which did not f i t  in to  the other f i v e  categories.
1. Who is to perform the desired behavior?
2. What is  the behavior required to s ig n i f y  mastery
o f  the object ive?
3. What is the product or performance to s ig n i f y  
mastery of  the ob jec t ive 's  c r i t e r ia ?
4. What are the condit ions under which the behavior 
is to be performed?
5. Specify the standard used to judge the product or 
performance.
6 * Miscellaneous.
Subject select ion and treatment. Volunteers were s o l i c i t e d  from 
four col lege student samples: Freshman, Sophomore, Jun ior,  and Senior at
the Un ivers i ty  o f  Montana during the 1978-1979 school year. An n of  15 was 
rec ru i ted  from each class fo r  a to ta l  o f  60 Ss.
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This study was designed to comply with the Un ive rs i ty  o f  Montana 
Pol icy Statement For The Use o f  Human Subjects In Research as o f  the 1977- 
1978 academic year. Ss_ in the research pro jec t  were involved in a no 
r i s k  p ro ject .  They were subjected to no discomfort and t h e i r  feel ings 
o f  wel l -being were not threatened in any way. Privacy of the S1s input 
was achieved by means of  making a l l  S> input anonymous. None o f  the Ss 
were allowed to see the data created by any other _S.
During _S recruitment the po ten t ia l  pa r t ic ipan ts  were to ld  that 
p a r t i c ipa t io n  in the study was voluntary and would have no e f fec t  on 
th e i r  course grade. They were informed as to the name of  the researcher 
and where they could get the resul ts  o f  the completed study.
The Ad Hoc Committee On Research Involv ing Human Subjects was in ­
formed on the mechanics of  data gathering and the administrat ion informed 
the researcher tha t  the study was deemed harmless to Sjs and needed no 
special permission.
A l l  Sŝ  were acquired from courses taught by the Interpersonal Communi­
cat ion Department. Sŝ  were asked to respond to a questionnaire regarding 
courses they prev iously had taken. They were f i r s t  asked to select 
three courses they l iked  and to assign each o f  these courses a value 
from the Faces Scale. The Faces Scale is an instrument developed and 
va l idated fo r  the purpose of  quant i fy ing an a t t i t u d e  by means of assigning 
a number value to p ictures each depict ing a mood on a continuum. The 
S_ has only to ind ica te the p ic ture of a fa c ia l  expression which re f le c ts  
his fee l ings and to w r i te  down the number l i s te d  under each of the 
p ic tu res .  The pic tures are arranged on a scale of  one to seven. Number
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one depicts a h ighly  negative value and seven indicates a highly  
po s i t ive  value. Number four is  neutra l .  When the _S had w r i t ten  down 
three Faces Scale values fo r  courses preferred the _S carr ied out the same 
process fo r  three courses d is l iked .
When the Sŝ  completed the a t t i t u d e  survey they then selected each 
course they l iked and each course they d is l i ke d  and gave,>in th e i r  own 
words, what they thought the teacher's goals were fo r  each course. This 
procedure gave s ix  responses: three responses fo r  courses l iked and
three responses fo r  courses d is l i k e d .
The responses were recorded on space provided on the quest ionnaire. 
The Sŝ  wrote the responses in t h e i r  own words on the appropriate blank 
space provided.
The second section of  the questionnaire attempted a more d i re c t  
approach insofar  as i t  asked Sŝ  spe c i f ic  questions about behavioral 
ob ject ives using K ib le r 's  model categories as a basis f o r  the questions. 
The s ix  categories extracted from K ib le r 's  model were:
1. Someone must be s ig n i f ie d  to perform the desired 
behavior.
2. There must be a behavior performed to s ig n i f y  mastery 
of the ob jec t ive .
3. A product or performance must be l i s te d  to ind ica te 
completion o f  the ob jec t 's  c r i t e r i a .
An example would be: "We wrote a term paper fo r  the c lass ."
"We-...." can be categorized in to  category 1: Who is  to
perform the desired behavior. The word " . . . w r o t e . . . . "  can
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be categorized in to  category 2 : s ig n i f y in g  the behavior
to be performed. The statement segment " . . .  term paper "
can be categorized in to  category 3: ind ica t ing  what product
or performance is required to s ig n i f y  completion of  the 
ob jec t ive 's  c r i t e r i a .
4. A behavioral ob jec t ive  must s ig n i f y  condit ions under 
which the behavior is  to be performed.
5. A standard used to judge the product or performance 
must be s ig n i f ie d .
6 . A miscellaneous category is provided fo r  uncategorizable 
data..
A f te r  Sŝ  f i l l e d  in each appropriate part o f  the questionnaire the 
replys were broken up in to  statement segments and then categorized in to  
a chart designed around K ib le r 's  behavioral ob jec t ive  model. Each 
statement segment was matched to one o f  K ib le r 's  f i v e  categories or a 
s ix th  miscellaneous category. A f te r  th is  process was completed the data 
was recharted in such a manner as leads to treatment by a computer 
analysis of variance.
Summary
In summary, Sŝ  remember more when they l i k e  a s i tua t io n  and remember 
less when they do not. The ava i lab le  research indicates that a lack 
of teacher-stated goals causes anxiety which prevents Ss from der iv ing 
personal meaning from the a c t i v i t i e s  set fo r th  in the classroom.
25
A perusal o f  the l i t e r a tu r e  suggested cer ta in  gaps in research 
inves t iga t ion  as regards behavioral ob ject ives. The previous research 
suggested, fo r  purposes o f  th is  study, three possible areas o f  in v e s t i ­
gation. F i r s t ,  did Sŝ  remember behavioral object ives more completely 
in a course they l iked  than in a course th e y -d is i i k e d . The basis o f  
th is  top ic is  tha t  the absence of  anxiety or threat gives an _S an en­
vironment where that _S is not a f ra id  to learn.
Second, most educators assume that  Sŝ  are capable o f  more demanding 
performance as they progress through school. This study attempted to 
sc ru t in ize  i f  ^s could w r i te  more complete behavioral ob ject ives as they 
progressed through school.
Th ird, there has been no ava i lab le  research done on whether S- 
created behavioral object ives correspond with K ib le r 's  model o f  a be­
havioral ob ject ive as regards classes l iked and d is l i k e d .  This study 
investigated a more r igorous answer than has previously been done.
In summary, th is  study required a questionnaire instrument to 
generate data. A f te r  a pre l im inary questionnaire was designed i t  was 
administered to volunteer Sŝ  and the resu l tan t  data was categorized to 
provide an index of the instrument's value. Subsequently the question­
naire was ref ined and in i t s  f in a l  form was administered to 60 _Ss.
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T a b l e  1
Summary o f  Research 
Design. Diagram
Students Who Like 
A Class
Awareness o f  Behavioral 
Objectives
Non Awareness of  
Behavioral Objectives
Students Who Dis­
l i k e  A Class
Awareness o f  Behavioral 
Objectives
Non Awareness Of 
Behavioral Objectives
CHAPTER I I I  
RESULTS ,
In summary, there is a controversy over the value o f  behavioral 
ob ject ives in the classroom with evidence to support the classroom use 
of behavioral object ives and some evidence that  is not support ive. 
However, among the studies which do not support the use of  behavioral 
object ives in the classroom there are a number o f  methodological con­
cerns. A review of  the l i t e r a t u r e  suggests tha t  behavioral object ives 
may be useful in the classroom in tha t  behavioral ob ject ives reduce 
uncerta inty  wi th the re su l t  tha t  students feel ce r ta in  enough of  them­
selves to benef i t  personal ly from classroom experience.
S p e c i f i c a l ly  th is  study asks whether or not Sŝ  remember more be­
havioral object ives in classes they prefer than in classes they do not 
p re fer .  This chapter consists of  an analysis of the data as they re la te  
to the three ind iv idual  hypothesis.
Discussion of Hypothesis Hy
Hi states tha t  an _S w i l l  be able to state a course goal more com­
p le te ly  a f t e r  completing a course l iked  than a course d is l i k e d .  This 
study upheld H-j.
The data used to tes t  a l l  hypotheses were set up in a four by two 
repeated measures design and were structured and coded to be acted upon 
by the U l l r i c h - P i t z  analysis of  variance computer package. The acronym
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ANOVA s ig n i f ie s  analysis of  variance and w i l l  be re ferred to as e i th e r  
ANOVA or by i t s  f u l l  designation. Tables o f  a l l  the raw data are placed 
in Appendix B: Tables o f  Raw Data.
PORTION OF APPENDIX F 
QUESTIONNAIRE
A. L i s t  in order from 1 to 3 courses you l iked  assigned each 
a value from the Faces Scale.
Course 1. (Faces Scale #1)
Course 2.
Course 3.
5 2 I
B. For each course # you l iked describe in terms of behavior 
what you were expected to learn in each. Behavior can consist o f  w r i t i n g ,  
speaking, reading or other a c t i v i t y .  •
' Course 1.
Course 2.
C o u r s e  3 .
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C. L is t  in order from 1-3 courses you dis l i k e d  assigning each 
a value from the faces scale. When possible include course and number.
Course 1.   (Faces Scale #1)
Course 2. _____
Course 3.
D. For each o f  the number o f  courses you d is l iked  describe in 
terms of  behavior what you were expected to learn in each.
Course 1.
Course 2.
Course 3.
The completed ANOVA indicated tha t  re jec t ion  of the nul l  hypothesis 
at  the .05 level of s ign i f icance was suggested. H] was sustained.
An was able to state course goals more completely in a course l iked  
than in a course d is l ike d .
The fo l low ing two tables contain a summary o f  the resu l ts  of  the 
U l l t i c h - P i t z  Analysis o f  Variance appl ied to the data generated by the 
study.
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T a b l e  2
Analysis of Variance Summary fo r  Open- Ended 
Portion (Part B and D) of Questionnaire 
Open-ended ANOVA was used to tes t  H-j and
Source o f  Sum of Mean Signi f icance
Var ia t ion Squares d f  Square________F________ P robab i l i ty
Total 11395.00 119
C 1 3  S S
Level 976.43 3 325.48 2.35 0.08
Errorb 7769.07 56 138.73
Like-
D is l ike  1184.41 1 1184.41 50.92 0.00*
In te r ­
act ion 162.43 3 54.14 2.33 0.08
Errorw 1302.67 56 23.26
* s ig n i f i c a n t  .05
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T a b l e  3
Analysis of  Variance Data fo r  D i rec t ive  Portion 
(Part E and F) o f  Questionnaire 
ANOVA Data was used to tes t  H2  and H3
Source of  
Var ia t ion
Sum of
Squares df
Mean
Square F
Signi f icance 
Probabil i  ty
Total
Class
Level
2772.79 119 
142.69 3 47.56 1.41 0.25
E r ro r
b 1889.60 56 33.74
Like- 
D is l i  ke 54.68 1 54.68 4.77 0.03*
In te r ­
act ion . 44.89 3 14.96 1.31 0.28
Error, , w 640.93 56 11.45
*Signi f i c a n t .05
Discussion of h2
^ 2  states that  an S w i l l  be able to s ta te a course goal more com-
p le te ly  as the _S advances academically year by year. This means tha t  a 
Senior, fo r  example, w i l l  be able to reca l l  more behavioral object ives 
than a Freshman w i l l .  This hypothesis was tested by comparing the 
questionnaire resu l ts  of  Freshmen, Sophomores, Jun iors, and Seniors to 
see which class was be t te r  able to reca l l  more behavioral ob ject ive 
statement segments.
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The fo l low ing port ions of  the questionnaire were u t i l i z e d  to tes t  ^  
the open-ended and the d i re c t iv e  port ions.
PORTION OF APPENDIX F:
QUESTIONNAIRE
A. L i s t  in order from 1 to 3 courses you l iked assigning each a 
value from the Faces Scale.
Course 1.   (Faces Scale #)
Course 2. _̂___
Course 3.
N
t
B. For each course # you 1iked describe in terms of  behavior 
what you were expected to learn in each. Behavior can consist o f  w r i t i n g , 
speaking, reading or other a c t i v i t y .
Course 1.
Course 2.
C o urse  3 .
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C. L is t  in order from 1-3 courses you d is l iked  assigning each 
a value from the faces scale. When possible include course and number.
D. For each of  the number of  courses you dis i i k e d  describe in 
terms o f  behavior v/hat you were expected to learn in each.
Course 1.
Course 2.
Course 3.
E. In one course you l iked f i l l  out information corresponding 
to the 5 categories below.
Category 1: Who was to perform the desired behavior?
For example: the students in the course. Remember, your
id e n t i f y  is  secret so do not w r i te  down your name.1
Course 1. (Faces Scale #)
Course 2.
Course 3.
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Category 2. What behavior were you expected to perform to 
demonstrate completion o f  the object ive? For example: 
were you required to w r i te  a te s t ,  to speak in f ro n t  o f  a 
class?
Category 3. What product or performance was evaluated to 
determine whether the ob ject ive was mastered? For example: 
what was the end re s u l t  o f  your behavior? Was i t  a tes t  
paper, an ou t l ine  of a speech, or an essay?
Category 4. Under what condit ions was the behavior to be 
performed? For example: Were you expected to  complete your
pro jec t  in a classroom, was i t  an open book te s t ,  how much 
time were you al loted?
Category 5. What standard was used to evaluate the success 
of  your product or performance? For example: Were students
required to complete properly  70 percent o f  te s t  i tems, 
could the students p red ic t  the grade they would receive 
knowing the raw te s t  score?
F. In one course you d is l iked  f i l l  out information corresponding 
to the 5 categories below.
Category 1. Who was to perform the desired behavior? For 
example: the students in the course. Remember, your
id e n t i t y  is  secret so do not w r i te  down your name!
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Category 2. What behavior were you expected to perform 
to demonstrate completion o f  the object ive? For example: 
were you required to w r i te  a te s t ,  to speak in f ro n t  o f  a 
class?
Category 3. What product or performance was evaluated to 
determine whether the ob jec t ive was mastered? For 
example: what was the end re s u l t  o f  your behavior?
Was i t  a te s t  paper, an ou t l ine  of  a speech, or an essay?
Category 4. Under what condit ions was the behavior to  be 
performed? For example: were you expected to complete
your p ro jec t  in a classroom, was i t  an open book te s t ,  
how much time were you a l loted?
Category 5. What standard was used to evaluate the success 
o f  your product or performance? For example: were
students required to complete properly 70 percent of 
tes t  items, could the students p red ic t  the grade they 
would receive knowing the raw tes t  score?
The ANOVA ind icated that the nu l l  hypothesis could not be re jected 
e i th e r  fo r  the open-ended part  o f  the questionnaire or the d i re c t iv e  
part  o f  the quest ionnaire. At most only a trend was establ ished implying 
that an becomes more able to provide behavioral object ives as tha t  
S progresses through school. ^  could not be sustained.
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Discussion o f  Hg
H3 , which states tha t  using standard behavioral ob ject ive categories 
as a guide an S w i l l  be able to provide more statements re la ted to a 
course l iked  than a course d is l i k e d ,  was upheld. By d iv id ing  appro­
p r ia te  questionnaire sections in to  statement segments and by matching 
these items to K ib le r 's  f i v e  behavioral ob ject ive ca tegories, the content 
of an S^-created behavioral ob ject ive was compared w i th  the formal 
ob jec t ive .  For H3  the d i re c t iv e  port ion o f  the questionnaire was used 
to supply data. What fo l lows is  the re levant port ion o f  the questionnaire 
used to c o l le c t  data to te s t  H3 . The d i re c t ive  port ion o f  the 
questionnaire fo l lows.
PORTION OF APPENDIX F 
QUESTIONNAIRE
E. In one course you l iked f i l l  out information corresponding to 
the 5 categories below.
Category 1: Who was to perform the desired behavior?
For example: the students in the course. Remember,
your i d e n t i t y  is secret so do not w r i te  down your namel 
Category 2. What behavior were you expected to perform to 
demonstrate completion o f  the object ive? For example: 
were you required to w r i te  a te s t ,  to speak in f ro n t  of  a 
class?
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Category 3. What product or performance was evaluated to 
determine whether the ob ject ive was mastered? For example: 
what was the end re s u l t  o f  your behavior? Was i t  a te s t  
paper, an ou t l ine  of  a speech, or an. essay?
Category 4. Under what condit ions was the behavior to be 
performed? For example: Were you expected to complete your
pro jec t  in a classroom, was i t  an open book te s t ,  how much 
time were you al lo ted?
Category 5. What standard was used to evaluate the success 
o f  your product or performance? For example: Were
students required to complete properly 70 percent of  
te s t  i tems, could the students p red ic t  the grade they would 
receive knowing the raw tes t  score?
F. In one course you d is l iked  f i l l  out information corresponding 
to the 5 categories below.
Category 1. Who was to perform the desired behavior? For 
example: the students in the course. Remember, your
id e n t i t y  is secret so do not w r i te  down your name!
Category 2. What behavior were you expected to perform to 
demonstrate completion of the object ive? For example: 
were you required to wr i te  a tes t ,  to speak in f ro n t  of  
a class?
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Category 3. What product or performance was evaluated to 
determine whether the ob ject ive was mastered? For example: 
what was the end re su l t  o f  your behavior? Was i t  a tes t  
paper, an ou t l ine  of  a speech, or an essay?
Category 4. Linder what condit ions was the behavior to be 
performed? For example: were you expected to complete your
pro jec t  in a classroom, was i t  an open book te s t ,  how much 
time were you al lo ted?
Category 5. What standard was used to evaluate the success 
of your product or performance? For example: were students
required to complete properly 70 percent o f  tes t  i tems, 
could the students p red ic t  the grade they would receive 
knowing the raw tes t  score?
In th is  port ion o f  the study Sŝ  responded to d i re c t  questions 
e l i c i t i n g  information about K ib le r 's  f i v e  part  behavioral object ive 
model. The ANOVA resu l ts  ind icated s ign i f icance a t  the .05 level of 
s ign i f icance .  The analysis permitted re jec t ion  of  the nul l  hypothesis 
so Hg was sustained. An S_ was able to w r i te  down more statement 
segments re lated to a course l iked than one d is l iked  when compared to a 
formal behavioral ob jec t ive  model.
Summary
In summary, two of the three hypotheses proposed in the study were 
upheld.
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H-j An ^  w i l l  be able to s ta te  a course goal more completely
a f t e r  completing a course l iked  than a course d is l i k e d .
The hypothesis was accepted. The resul ts  o f  the ANOVA support 
th is  hypothesis at  the .05 level o f  s ign i f icance .
H2  An S_ w i l l  be able to s ta te a course goal more completely
as the advances academical ly.
The open-ended and d i re c t iv e  parts o f  the questionnaire both 
f a i l e d  to support th is  hypothesis when subjected to an ANOVA. The 
s ign i f icance of  the open-ended analysis o f  variance i s :  0.08 and tha t  of
the d i re c t i v e  questionnaire is  0.25. The hypothesis was not supported.
H3  Using standard behavioral ob ject ive categories as a 
guide an _S w i l l  be able to provide more statements 
re la ted to a course l iked  than a course d is l ike d .
The ANOVA fo r  the d i re c t iv e  section o f  the quest ionnaire ind icated 
a s ign i f icance of 0.03 which.was greater than 0.05. This means tha t  
the hypothesis has been supported.
CHAPTER,IV 
CONCLUSIONS
Summary o f  Hypotheses
Two of  three hypotheses in th is  study are accepted.
H-j: assert ing tha t  an S> is able to s ta te  a course
goal more completely a f te r  completing a course 
l iked  than a course d is l ike d  is upheld, 
states tha t  when using standard behavioral ob ject ive 
categories as a guide an Ŝ is  able to provide more 
statements re la ted to a course l iked  than a course 
d is l i k e d .
One hypothesis cannot be accepted.
^2 : s ta t ing  tha t  an is  able to state a course goal
more completely as the advances academical ly is 
not substantiated.
Open-ended and d i re c t iv e  port ions o f  the questionnaire fa i le d  to 
support
Summary of  L i t e rature
The l i t e r a t u r e  concerning behavioral ob ject ives c i tes  the fo l low ing .  
_S-anxiety over a lack o f  knowledge as to what the teacher wants in a 
classroom can lead to f r u s t ra t io n .  I f  used properly behavioral ob­
jec t ives  may help the teacher to create an atmosphere in class al lowing 
the _S to pursue personal meaning u t i l i z i n g  classroom a c t i v i t i e s  fo r
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th is  purpose. I f  Ss are able to channel classroom anxiety  in to  meaning­
fu l  classroom performance they are in a posi t ion to gain a worthwhile 
experience. I f  not , the Ss_ may have to s e t t le  f o r  confusion, "tunnel 
v i s io n " ,  and a general ized fee l ing  o f  anxiety or dread (Combs, K ib le r ,  
E l l i s ,  Da l is ,  Bassett, Dachastel). A properly used behavioral ob­
je c t i v e  is a useful tool fo r  g iv ing Ss_ and teachers guide l ines around 
which to s t ruc tu re  a classroom experience. The contention can be made 
tha t  i f  a study supports the hypothesis generated from a body of 
l i t e r a t u r e ,  the supporting resu l ts  o f  tha t  study v e r i f y  the v a l i d i t y  of 
the assert ions o f  the l i t e r a t u r e  perusal.  Behavioral ob ject ives are a
useful too l i f  used properly and knowledgeably.
Discussion of  Sig n i f i c a n ce
^1: _S is  able to remember more o f  a teacher's goals
i f  the perfers the class ra ther than i f  the S_. 
does not.
Ss prefer  to know what is  expected o f  them in class. Behavioral
object ives are a way to inform them of a teacher's goals.
H3 : As Ss are able to reca l l  a greater number of  behavioral
object ives s im i la r  to K ib le r 's  behavioral ob jec t ive model 
in classes they l i k e ,  data may suggest tha t  when be­
havioral object ives are given, the Ss_ prefer the class 
the behavioral ob ject ive was given in.
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Data also suggest tha t  Sŝ  prefer  to know what is  expected o f  them.
a b i l i t y  to reca l l  information s im i la r  to a formal behavioral ob jec t ive
suggests tha t  such behavioral object ives are valuable tools when used 
knowledgeably.
What fo l lows is  the s ign i f icance o f  the unsupported hypothesis.
^2 * An is able to s ta te a course goal more
completely as the advances academical ly.
That two of the three hypotheses are supported indicates tha t  be­
havioral object ives are useful and valuable tools  when used competently. 
Fa i lu re ,  however, o f  the study to support the contention tha t  Ss 
remembered behavioral ob jec t ive components more completely as they 
progressed through school was unexpected. This f ind ing  needs fu r th e r  
study so tha t  i t s  ram if ica t ions  can be more f u l l y  understood. Some 
possible ram if ica t ions  fo l low .
Ss may (1) w r i te  more concisely as they progress through school.
S_s may learn to ex t rac t  more important information from data sources and 
th e i r  subsequent w r i t i n g  may re f l e c t  more s ig n i f i c a n t  data. The overa l l  
sample (2) N=60 may be too small to adequately p ro jec t  a r e a l i s t i c  
trend providing only a sample of n=15 fo r  each year in school. I t  may 
be possible tha t  a larger sample of  Ss^wil l  be more s ig n i f i c a n t  and 
p red ic t i  ve.
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Imp]icat ions
H-j: An _S is able to sta te a course goal more completely
a f t e r  completing a course l iked than a course 
d is i  iked.
The hypothesis was upheld. Impl icat ions include the fo l low ing .
Ss (1) seemed to remember behavioral object ives whether or  not they were 
formal ly  suppl ied. This might imply tha t  .Ss want some guide s im i la r  
to  behavioral ob ject ives so they know what is  expected o f  them. I f  Ss 
are able to remember teacher goals is  i t  not possible tha t  desire the 
c l a r i t y  and s p e c i f i c i t y  which is  suppl ied by behavioral object ives?
S£ seemed to ( 2 ) prefer  the c l a r i t y  and s p e c i f i c i t y  o f  behavioral ob­
je c t iv e s .  Too much classroom uncerta in ty  is  counter-productive.  I f  
students l i k e  c l a r i t y  and s p e c i f i c i t y  would they not l i k e  formal be­
havioral object ives? Sŝ  l iked  (3) behavioral ob ject ives.  I f  they 
remembered more behavioral ob ject ives in classes they l iked  the im p l i ­
cat ion was tha t  Sŝ  l iked  to be suppl ied wi th  behavioral ob jec t ives.  I f  
Ss l i k e  behavioral object ives would they not l i k e  a course more in which 
a greater number of  behavioral object ives are given. The (4) more be­
havioral object ives were suppl ied the bet ter  the Ss_ l iked i t .  The 
support o f  H-j implies tha t  i f  students remembered behavioral ob ject ives 
more in a class they l i k e ,  they l iked a course a l l  the more i f  more 
behavioral object ives were suppl ied,
H>>: This hypothesis is  discussed separately on page 42.
H3 : Using standard behavioral ob jec t ive categories as a guide
an S is able to provide more statements re la ted to a course l iked and 
a course d is l i k e d .  There are some imp l ica t ions .  I t  seems tha t  (1)
K ib ie r 's  behavioral ob ject ive model was s im i la r  to an ^-created be­
havioral ob jec t ive model. This was indiced because most of the student 
remembered behavioral components were able to  be categorized in K ib le r 1 
f i v e  categories. K ib le r 's  behavioral ob jec t ive  model (2) was e f f i c i e n t  
This seems apparent because the vast ma jo r i ty  o f  the questionnaire­
generated data was able to be categorized. As the miscellaneous data 
was so minimal, K ib le r 's  model seems to have taken in to  consideration 
those things most Sŝ  want to know. I f  Ss_ remembered more elements o f  
K ib le r 's  behavioral ob ject ive model in classes they preferred does i t  
not stand to reason tha t  Sŝ  could function wi th  K ib le r 's  model of  a 
behavioral ob jec t ive .  Sŝ  (3) l iked K ib le r 's  behavioral object ive model 
I f  S_s remembered more behavioral ob ject ive components in a class they 
l iked they must have l iked the behavioral ob jec t ive  components to 
remember so many in a class they preferred.
There are some impl icat ions fo r  teachers. S_s seem to l i k e  courses 
in which they remember the goals in .  Behavioral object ives are a 
reasonable way o f  impart ing these goals to the Sŝ  in many cases. 
K ib le r 's  formal model o f  a behavioral ob jec t ive conformed to the way 
Ss_ remembered goals in classes they had taken previously.
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Research Questions
What fo l lows are some suggested research questions. Are Sŝ
( 1 ) capable o f  more demanding classroom performance as they progress 
year by year through school? This suggests a spe c i f i c  hypothesis:
An S1s a b i l i t y  to record quan t i ta t ive  information about a teacher's 
goals improves as that _S progresses through school year by year.
Does (2) an S's greater reca l l  o f  behavioral ob ject ives in a class 
preferred ra ther than in a class d is l iked  extend to other areas o f  
memory retention? A spec i f ic  hypothesis is suggested. An _S remembers 
more general information in a class l iked than in one d is l i k e d .  Another 
research question (3) suggested is :  Do _Ss wr i te  more concisely as they
progress through school? There is a possible hypothesis. Ss convey 
in w r i t i n g  more information in fewer words as they progress through 
school. A f in a l  (4) research question suggested by the study resu l ts  is :  
does the amount o f  _S knowledge about a top ic  a f fe c t  the way tha t  an S_ 
fee ls about that  top ic .  A possible hypothesis is  suggested. An 
prefers learning about a top ic  when that  knows coniparati vely more 
about the top ic .
Conclusion
The research pro jec t  supported two o f  three hypotheses put forward. 
Sjs were able to reca l l  more behavioral ob ject ive statement segments in 
classes they l iked  ra ther than in classes they did not. Ss^were able 
to supply more statement segments s im i la r  to K ib le r 's  behavioral ob­
je c t i v e  model in classes they l iked  ra ther than in classes they did not.
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I t  is  apparent tha t  Sŝ  have an a f f i n i t y  fo r  concise goals such 
as those found in K ib le r 's  model. The memory o f  a teacher's goals 
seems connected with the l i k i n g  o f  a class.
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The rep l ies  given on the questionnaires tha t  were tabulated were 
f i r s t  divided in to  statement segments. Each statement segment usual ly  
(but not always) consisted o f  two or three basic elements.
1. A subject (noun) whether l i s t e d  or assumed. Example: "I_
was expected to gather news for . two da i ly  newscasts." The 
subject was " I . . . . "  Sometimes th is  was provided by the cate- 
gorizer.  Example: "No set or f ixed standard." The categor-
i z e r  provided and tabulated the subject noun such as "We were 
g i v e n . . . . "  which could be added by the tabu la to r  to the sen­
tence given by the student f i l l i n g  out the questionnaire.
2. A verb; l i s t e d  or assumed. Example: "The students carr ied
out the behaviors." The verb was " . . .  car r ied o u t . . . . "  
Sometimes the verb was suppl ied (and then categorized) by the 
tabu la tor .  Example: "Exam." The tabu la to r  had to provide
both the implied subject ("The s tu d e n ts . . . . " )  and the verb 
( " . . . f i l l e d  o u t . . . . " )  to form the complete implied sentence.: 
"The students f i l l e d  out the exam."
Inc id e n ta l l y ,  the previous sentence example consisted o f  three
o
categorizable segments.
A. "The s tu d e n ts . . . . "  which was plugged in to  behavioral objec­
t i v e  category 1.: Who is to perform the desired behavior.
B. " . . . c a r r i e d  o u t . . . . "  which was categorizable in to  category 
2 : What behavior were you expected to perform.
C. " . . .  the behaviors." which f i t t e d  in to  the category 3:
What product or  performance was evaluated to determine whether 
the ob ject ive was mastered.
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3. Th ird, a d i re c t  object which may or may not have been categor-
izable. Example: "We wrote short papers." The d i re c t  object
was " . . . s h o r t  papers." which was categorized in to  category 3 
which consisted o f  products or performances evaluated to 
determine whether the ob ject ive was mastered. An example o f  
a d i re c t  object which cannot be categorized was, "Giving ta lks
on the books." While " . . .  books." is  the d i re c t  o b je c t ,  i t
is  not a product or a performance.
These behavioral ob ject ives and th e i r  categories w i l l  now be des­
cribed in d e ta i l .  A behavioral ob ject ive is a ser ies o f  statements 
tha t  describe what students w i l l  be able to do a f t e r  completing a pre­
scribed un i t  o f  ins t ru c t io n .
The rep l ies  the students have jo t te d  down on the questionnaires 
were an attempt to e l i c i t  the behavioral ob ject ives tha t  t h e i r  previous 
teachers had imparted to them e i th e r  by design or accident.
These behavioral ob jec t ive statements could be divided ( fo r  the 
purposes o f  th is  study) in to  f ive  types o f  statements.
Category 1: Who was to perform the desired behavior? For
example: the students in the course. This was
usually s ig n i f ie d  as " I "  or "We" or "the students".
Category 2:  What actual behavior was expected to be performed
to demonstrate completion of the object ive? A few 
examples o f  th is  were, " to  speak", " to  w r i t e " ,  "to 
demonstrate". There were others.
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Category 3:
Category 4:
Category 5:
Category 6:
Although verbs in the act ive tense were preferab le ,  
verbs in the passive tense such as, " The te s t  was to 
be completed, by the students." " . . .was to be com­
p le ted  " ,  was a passive but categorizable verb.
What product or  performance was evaluated to deter­
mine whether the ob ject ive was mastered. A few exam­
ples were: a te s t  paper, an ou t l ine  o f  a speech, an
essay, etc.
Under what condit ions was the behavior to be per­
formed. For example: was the p ro jec t  to be com­
pleted in a classroom, was the exam an open book test? 
Other examples were the length o f  time a l lo ted  fo r  a 
qu iz , whether or not the speech was to be de l ivered 
in f ro n t  o f  a class, etc.
What standard was used to evaluate the success o f  the 
product or  performance? An example o f  th is  was: the
number o f  items on a te s t  a student had to complete 
co r rec t ly  to get a B grade. Another example was: a
student w i l l  have to i 1lus t ra te  a speech in f ro n t  o f  
the class u t i l i z i n g  a chart or graph o f  tha t  student 's  
own construct ion.
Miscellaneous. This category was designed to be a 
reposi to ry  fo r  statements th a t  did not f i t  in to  the 
preceding f ive  categories. Examples o f  category s ix  
statements were: " I  hated th is  course." ,  "The teacher
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was an in te res t ing  speaker," " I  d id n ' t  know what was 
expected o f  me in th is  course," " D u l l ' "
In addi t ion to assignment to one o f  these s ix  categories each
statement segment was simultaneously given a value according to the 
strength or in te n s i ty  o f  the a t t i t u d e  i t  expresses. These values were:
1. Strong disapproval.  An example o f  statements tha t  were plugged
in to  th is  category were: "This course was t o t a l l y  worth less," 
"The teacher was a very dul l  speaker," "Boring!"
2. Milder disapproval.  This category was negative but not as 
absolute ly  negative as the previous category. Examples were: 
"The in s t ru c to r  was unprepared," " I  thought th is  course was 
kind o f  f r u s t r a t in g , "  and "Sometimes the assignments were 
confusi ng."
3. Neutral.  This category was reserved fo r  statements which did
not ind ica te a bias e i th e r  p o s i t i v e ly  or negat ive ly . Examples 
o f  th is  category were: " I  was expected to perform on the radio
l i v e  twice a day," "Expected to w r i te  s to r ie s , "  and " I  wrote 
and read and did p ro jec ts . "
4. Milder approval. This category consisted o f  statements which
indicated a s l i g h t ,  but not to ta l  pos i t ive  emphasis. Examples 
were: "This class was p re t ty  in te re s t in g , "  "The professor was
prepared to discuss our questions about the m a te r ia l , "  and "The 
reading assignments were sometimes in te re s t in g . "
5. Strong approval. This was a category fo r  statements which
were un qua l i f ied ly  pos i t ive .  Examples were: "The teacher was an
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exce l lent  speaker," "Fasc inat ing,"  and " I  re a l l y  enjoyed th is  
c la s s . "
APPENDIX B 
TABLES OF RAW DATA
TABLE 4
T a b le  o f  Raw D ata  f o r  O pen-ended  
P o r t io n  o f  Q u e s t io n n a ir e  
(P a r ts  B and D)
S u b je c t
Number
L ik e  S c a le  
D ata
S u b je c t
Number
D is l i k e  S c a le  
D ata
1 9 1 9
2 12 2 11
3 16 3 11
4 14 4 9
5 14 5 16
6 28 6 23
Freshmen 7 36 7 16
8 17 8 12
9 10 9 8
10 19 10 11
11 17 11 17
12 15 12 16
13 23 13 28
14 23 14 26
15 12 15 10
1 22 1 20
2 29 2 21
3 20 3 13
4 15 4 10
5 26 5 12
6 43 6 29
Sophom ores 7 28 7 27
8 35 8 22
9 12 9 11
10 45 10 39
11 18 11 13
12 25 12 18
13 13 13 12
14 10 14 9
15 9 15 10
1 52 1 28
2 25 2 18
3 11 3 7
4 21 4 18
5 23 5 20
6 7 6 13
J u n io rs 7 15 7 18
8 17 8 3
9 17 9 6
10 28 10 14
11 40 11 14
12 13 12 6
13 24 13 12
14 21 14 25
15 19 15 12
1 33 1 13
2 25 2 29
3 21 3 15
4 31 4 19
5 28 5 19
6 42 6 29
S e n io rs 7 22 7 13
8 34 8 21
9 56 9 39
10 16 10 16
11 26 11 14
12 26 12 24
13 29 13 22
14 17 14 11
15 19 15 9
TABLE 5
T a b le  o f  Raw D a ta  f o r  D i r e c t i v e  
P o r t io n  o f  Q u e s t io n n a ir e  
(P a r ts  E and F )
S u b je c t
Number
L ik e  S c a le  
D a ta
S u b je c t
Number
D i s l i k e  S c a le  
D a ta
1 12 1 13
2 6 2 9
3 12 3 10
4 13 4 15
5 18 5 22
6 17 6 13
Freshmen 7 17 7 11
8 20 8 13
9 13 9 9
10 13 10 15
11 10 11 10
12 19 12 14
13 18 13 17
14 6 14 9
15 7 15 9
1 10 1 16
2 11 2 12
3 12 3 10
4 16 4 12
5 17 5 17
6 15 6 16
Sophom ores 7 14 7 12
8 16 8 11
9 13 9 8
10 35 10 17
11 15 11 10
12 23 12 17
13 15 13 9
i j
1
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2 6 2 15
3 6 3 8
4 25 4 20
5 17 5 12
6 13 6 13
J u n io r s 7 11 7 17
8 9 8 6
9 17 9 13
10 10 10 9
11 17 11 13
12 18 12 9
13 15 13 14
14 10 14 21
15 13 15 13
1 20 1 15
2 11 2 14
3 12 3 15
4 12 4 10
5 14 5 13
6 23 6 17
S e n io r s 7 12 7 10
8 12 8 11
9 15 9 13
10 24 10 19
11 20 11 27
12 22 12 23
13 24 13 13
14 12 14 14
15 15 15 13
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TABLE 6
Mean Scores fo r  S>s in 
the L ike -D is l ike  Categories 
Arranged by Class Level. 
Table Data was Extracted 
from the.Open-ended 
-Port ion o f  the Questionnaire 
(Parts B and D)
Class Li ke D is l ike
Freshman 
N = 15 17.67 14.87
Sophomore 
N = 15 23.33 17.73
Junior 
N = 15 22.20 14.27
Senior 
N = 15 28.33 19.53
TOTAL
(All  Classes 22.88 16.60
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TABLE 7
Mean Scores fo r  Sŝ  in 
the Like D is l ike  Categories 
Arranged by Class Level 
Table Data was Extracted 
From the D irec t ive 
Portion o f  the Questionnaire 
(Parts E and F)
Cl ass Like Disi ike
Freshman
N = 15 13.40 12.60
Sophomore
N = 15 15.60 12.33
Junior
N = 15 13.33 13.40
Senior
N = 15 16.53 15.13
TOTAL
(Al l  Classes) 14.72 13.37
APPENDIX D
PILOT STUDY RAW DATA
TABLE 8
Raw Data o f  Nondirect ive 
Portion o f  Questionnaire
Categorizable 
Statement Segments
% o f
Subject Statement Total of  
Number Segments Indiv idual
Li ke 
Scale
D is l i  ke 
Scale
0
9
13
14
0 % 
39% 
100% 
66 %
Like
Scale
D is l i  ke 
Scale
Noncategorizable 
Statement Segments (Misc.)
% o f
Subject Statement Total o f  
Number Segments ■; Ind iv idua!
1 7 100%
2 14 61%
1 0 0%
2 7 33%
O'!
O'!
TABLE 9
Raw Data o f  D irect ive 
Portion o f  Questionnaire
Categorizable 
Statement Segments
% o f  .
Subject Statement Total o f  
Number Segments Indiv idua!
1. 6 83%
Like Like
Scale Scale
2 14 93%
1 17 100%
Dis l ike  D is l ike
Scale Scale
2 11 100%
Noncategorizable 
Statement Segments (Misc.)
% o f
Subject Statement Total o f  
Number Segments Ind iv idual
1 1 17%
2 1 7%
1 0 0%
2 0 0%
cr>
APPENDIX E
DATA EXTRACTED FROM S's RESPONSES 
ON FACES SCALE VALUE ASSIGNMENT 
PORTION OF QUESTIONNAIRE
TABLE 10
Data Extracted from S's Responses 
On Faces Scale Value Assignment 
Portion o f  Questionnaire 
(7=Strong Approval; 4=Neutral; l=Strong Disapproval)
RANGE MEAN MODE
Li ke 
Scale
High- Low­
est est 
Score Score
Fr.
Soph.
Jr.
Sr.
Average
Range
1.73 (n= 15) 
1.33 (n=15) 
1.53 (n=15) 
1.47 (n= 15)
Li ke 
Scale
(n=15 fo r  
each 
class)
Fr. 5.51 
Soph. 5.97 
Jr.  5.93 
Sr. 6.04
Li ke 
Scale
(n=15 fo r  
each 
class)
Fr. 5 
Soph. 7 
Jr . 6 
Sr. 7
Fr. 5 1 1.87 (n= 15) Fr. 2.64 Fr. 1,2,4
D is l ike Soph. 7 1 1.80 (n=15) D is l ike Soph. 2.17 D is l i  ke Soph. 1
Scale Jr. 7 1 1.80 (n= 15) Scale Jr. 2.26 Scale Jr .  1
Sr. 5 1 1.20 (n=15) Sr. 2.09 Sr. 2
APPENDIX F
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TABLE 11
Fr.
1—44 cr.
Soph. 
45-89 cr.
Jr.  
90-134 cr.
Sr.
135-195 cr.
Check one o f  the above boxes which corresponds wi th  your cur rent 
designation in school.
This questionnaire attempts to f in d  out i f  there is  a re la t ionsh ip  
between a course you l iked  and the amount you learned.
You do not have to fear tha t  any o f  your responses w i l l  be made known. 
The i d e n t i t i e s  and comments o f  any students taking part in th is  pro jec t  
are s t r i c t l y  con f iden t ia l .  The information gathered w i l l  be reported 
anonymously.
In s t ru c t io n s :
Please answer a l l  questions in order. That means do not answer ques­
t ion  #2 before you have answered question #1. I f  you cannot answer 
question #1, do not go back and do i t  a f t e r  doing #2.
Attached to th is  document is a copy o f  the faces scale. Later you w i l l  
be asked to provide examples o f  classes you l iked  and classes you d is ­
l iked .  When you have l i s t e d  the examples of  each c lass, you are to 
pick the expression l i s t e d  on the Faces Scale tha t  most mirrors your 
fee l ing  about each respective class. When you have done t h i s ,  I want 
you to assign each course you have l i s te d  a number.
A. L i s t  in order from 1 to 3 courses you l iked  assigning each a value 
from the Faces Scale.
Course 1. 
Course 2. 
Course 3.
(Faces Scale #)
Q
5 4
m
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B. For each course # you 1iked , describe in terms o f  behavior what
you were expected to learn in each. Behavior can consist o f
w r i t i n g ,  speaking, reading or other a c t i v i t y .
Course 1.
Course 2.
Course 3.
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C. L i s t  in order from 1-3 courses you d is l iked  assigning each a value 
from the Faces Scale. When possib le, include course and number.
Course 1. . (Faces Scale #)
Course 2. _______
Course 3.
D. For each o f  the number o f  courses you d i s l i k e d , describe in terms 
o f  behavior what you were expected to learn in each.
Course 1.
Course 2.
C o urse 3.
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E. In one course you l i k e d ,  f i l l  out informat ion corresponding to the 
5 categories below.
Category 1: Who was to perform the desired behavior?
For example: the students in the course. Remember,
your i d e n t i t y  is  secret,  so do not w r i te  down your name.
Category 2. What behavior were you expected to perform 
to demonstrate completion o f  the object ive? For example: 
were you required to w r i te  a te s t ,  to speak in f ro n t  o f  a 
class?
Category 3. What product or  performance was evaluated to 
determine whether the ob jec t ive was mastered? For example: 
what was the end re s u l t  o f  your behavior? Was i t  a tes t  
paper, an ou t l ine  o f  a speech, or an essay?
Category 4. Under what condit ions was the behavior to be 
performed? For example, were you expected to complete 
your p ro jec t  in a classroom, was i t  an open book te s t ,  
how much time were you a l lo ted?
Category 5. What standard was used to evaluate the success 
o f  your product or performance? For example: were students
required to complete properly  70 percent o f  tes t  items, 
could the students p red ic t  the grade they would receive 
knowing the raw tes t  score?
In one course you d is l i k e d ,  f i l l  out information correspond 
to the f ive  categories below.
Category 1. Who was to perform the desired behavior?
For example: the students in the course. Remember,
your i d e n t i t y  is  secret , so do not w r i te  down your name.
Category 2.  What behavior were you expected to perform to 
demonstrate completion o f  the object ive? For example: 
were you required to w r i te  a te s t ,  to speak in f ro n t  o f  a 
class?
Category 3. What product or  performance was evaluated to 
determine whether the ob ject ive was mastered? For example: 
what was the end re su l t  o f  your behavior? Was i t  a tes t  
paper, an ou t l ine  o f  a speech, or  an essay?
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Category 4. Under what condit ions was the behavior to be 
performed? For example: were you expected to complete
your p ro jec t  in a classroom, was i t  an open book te s t ,  how 
much time were you a l lo ted?
Category 5. What standard was used to evaluate the success 
o f  your product or  performance? For example: were students
required to complete properly  70 percent o f  tes t  items, 
could the students p red ic t  the grade they would receive 
knowing the raw te s t  score?
